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Abstract 
Reflective practice is based on reflection that encourages instructors to make well-grounded decisions by looking at particular 
situations from different perspectives and trying to find the most appropriate solutions and implementing necessary changes in 
their action in order to ensure better learning outcomes of their learners.   Through reflection, instructors reach newfound clarity, 
on which they base changes in action and future improvement. The aim of this research is to assess the reflective thinking skills 
of EFL instructors and to determine their reflective thinking skills in terms of demographic variables such as gender and 
graduation degree. The research was carried out with descriptive survey method. Reflective Thinking Inventory, which was 
developed by Akbari, Behzadpoor and Dadvand (2010), was mailed to 112 EFL instructors working at universities. Regarding 
the instructors’ demographical characteristics, the data was analyzed by means of frequency technique. In the analysis between 
the instructors’ reflective thinking skills and their demographical characteristics, medium was interpreted by the use of Kruskal 
Wallis H and t-test. Based on the results, some recommendations were made for the instructors.  
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1. Introduction 
In today’s world one of the most challenging dilemmas in the complicated nature of education is the never ending 
work of teachers. Teachers should be everywhere -intentionally or not-in the micro world of the classroom in order 
to provide students with a well-organized learning atmosphere.  Furthermore, teachers who are inquiring, thinking 
critically, and making convenient decisions on time are accepted as an increasing necessity while trying to overcome 
difficulties in learning. In this respect, reflecting teaching, which can be seen as a guide for successful teachers, 
presents opportunities to teachers to have high-quality classroom practice in historical, cultural, social and political 
contexts. 
In the last decade, considerable attention has been paid to promote professional development in all domains. With 
this in mind, reflective teaching gives teachers not only time to think carefully about their own teaching behaviours 
but also opportunities to view other experienced professionals in action. As Cruickshank and Applegate stated 
(1981) teachers find themselves engaged in a meaningful process of inquiry which leads them toward renewed self-
esteem and interest in teaching. As a result, teachers become more reflective about teaching and interested in self-
improvement. Reflective teaching is an opportunity for meaning teacher growth. 
As it comes to the origin of reflective teaching, Pollard et. al. (2008, 14) emphasized that the concept of reflective 
teaching stems from Dewey who contrasted “routine action” with “reflective action”. According to Dewey whilst 
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routine action is guided by factors such as tradition, habit and authority, reflective action involves a willingness to 
engage in constant self-appraisal and development, flexibility, social awareness. 
Reflective teaching, which provides the dynamic basis for teacher action, is applied in a cyclical or spiraling 
process, in which teachers monitor, evaluate and revise their own practice continuously. Teachers act as researchers 
of their own practice and develop the curriculum through practical enquiry. As well as their own practice, they 
should have a deep understanding of the knowledge of students, school, curriculum and pedagogy. In this while, 
teaching journals, students’ feedback, recording lessons and collaboration among colloquies become indispensible 
for reflective teachers. By investigating both learning and teaching through various activities, teachers should 
construct educational predispositions and assumptions in a productive atmosphere. 
The fact that reflection has been influenced by different philosophies and motivations in its genesis makes an exact 
definition of the term problematic. Different attempts have been made to define the concept of reflective practice by 
either its components or the processes it entails. Van Manen (1977), for example, viewed reflection as comprising of 
three elements of technical rationality, practical reflection, and critical reflection, while Valli (1990) adds moral 
reflection to the list. Korthagen (2001), on the other hand, regards reflection as consisting of organized, rational, 
language-based decision making processes that also include non-rational, gestalt type operations. In another classi- 
fication, Jay and Johnson (2002) regard reflective practice as consisting of three crucial steps of description, 
comparison, and criticism. The descriptive stage is devoted to problem setting, during which the teacher determines 
which aspect of the classroom or his/her practice should form the core of his/her reflective attention. The second 
stage, i.e., comparison, is the phase during which the teacher starts ‘‘thinking about the matter for reflection from a 
number of different frameworks’’ (p.78). It is during the comparative stage that the practitioner tries to make sense 
of other people’s viewpoints, or develops a new frame of reference (Schon, 1983), which will enable him/her to 
comprehend viewpoints which may run counter to the ones he/she holds. This ability to detach oneself from the 
limits of one’s experience will enable us to ‘‘discover meaning we might otherwise miss’’ (Jay and Johnson, 2002: 
78). The ultimate result will be a more comprehensive understanding of the teaching context and its complexity. The 
last stage of reflection is what is termed as the critical stage. At this stage, the reflective practitioner evaluates 
different choices and alternatives and integrates the newly-acquired information with what he/she already knows. It 
is, in fact, the decision making stage resulting from careful analysis of the situation and deliberation. This last stage 
will form the basis for the formulation of alternative ways of teaching or approaching the problem on the part of the 
teacher. 
2. Method 
This study is built with a structure where quantitative analysis method is used. Selected by random sampling 
method in academic year of 2011-2012, the investigated statistical population of this study is 112 EFL instructors 
working at universities, 72 of whom are females and 40 of whom are males. While 49 instructors have a BA/BS 
degree and 49 have a MA/MS degree, only 14 of the instructors have a PhD degree. 
2.1. Data Collection Instrument 
In order to evaluate reflective thinking skills of the EFL instructors, 5-point Likert-type scale developed by Akbari, 
Behzadpoor and Dadvand (2010) was used in this study. The scale includes 29 items and is divided into six 
components: 
1. Critical: It refers to the socio-political aspects of pedagogy and reflections upon those.  
2. Cognitive: It is concerned with teachers’ attempts aimed at professional development. 
3. Metacognitive: It deals with teachers and their reflections on their own beliefs and personality.  
4. Affective: It deals with a teacher’s reflecting on his/her students, how they are learning and how learners respond 
or behave emotionally in their classes. 
5. Practical: It deals with the tools and the actual practice of reflection. 
6. Moral: It checks for teachers’ reflecting on moral issues. 
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As the result of the factor analysis made in order to determine the structural validity of the scale, the factor loads 
of scale items were found to vary between 0.60-0.72, Kaiser-Meyer Olkin (KMO) value was found to be 0.73, and 
the internal consistency coefficient (Cronbach alpha) calculated for the reliability of the study was found to be 0.84. 
2.2. Analysis of Data 
The data obtained in this study was analyzed using t-test, Kruskal Wallis H, and comparisons in terms of gender, 
and types of degree were made. For the examination of the data, “descriptive analysis” method was used.  
3. Findings and Discussion 
The reflective thinking skills of EFL instructors were assessed by comparing the mean scores of the participants. 
The means and standard deviations of six elements of reflective thinking skills of EFL instructors participating in 
this study are given in Table 1.  
 
Table 1. Means and standart deviations for each components of reflective teaching scale  
 
Components m sd 
Critical 16,26 3,55 
Cognitive 14,75 2,77 
Metacognitive 12,57 1,76 
Affective 12,10 1,95 
Practical 13,59 2,78 
Moral 11,44 2,14 
 
As shown in Table 1, the scores of critical element (M=16.26, SD=3.55) are higher than the scores of the 
cognitive element (M=14.75, SD=2.77) and of the practical element (M=13.59, SD=2.78). The lowest scores belong 
to the moral element (M=11.44, SD=2.14). These results show that considering the standard deviations, the 
instructors participating in this study have higher skills in cognitive element, which is concerned with their attempts 
aimed at professional development such as conducting small-scale classroom research projects (action research), 
attending conferences and workshops related to their field of study, and reading the professional literature (Farrell, 
2004; Richards and Farrell, 2005). 
Table 2 shows the results of independent sample t-test between the means of the EFL instructors’ reflective 
thinking skills in terms of their gender.  
Table 2. The results of independent sample t-test between the EFL instructors’ reflective teaching skills and their gender  
 
Components Gender N M sd df t p 
Critical female 67 16,01 3,25 101 -,964 ,337 
male 36 16,72 4,06 
Cognitive female 72 14,49 2,58 108 -1,405 ,163 
male 38 15,26 3,06 
Metacognitive female 70 12,76 1,72 106 1,478 ,142 
male 38 12,24 1,79 
Affective female 72 12,03 1,97 110 -,511 ,610 
male 40 12,23 1,93 
Practical female 71 13,46 2,83 109 -,653 ,515 
male 40 13,83 2,72 
Moral female 71 11,21 2,11 108 -1,497 ,137 
male 39 11,85 2,16 
 
H0: There is not a significant difference between the means of EFL instructors’ reflective thinking skills in terms of 
their gender. 
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Inspection of Q-Q Plots revealed that the data were normally distributed for both males and females and that there 
was homogeneity of variance as assessed by Levene's Test for Equality of Variances. Therefore, an independent t-
test was run on the data as well as 95% confidence intervals (CI) for the mean difference. As shown in Table 2, it 
was found that there was not a significant difference in terms of gender as the p-values for all the elements were 
greater than .05. These results show that gender difference does not have an effect on the reflective thinking skills of 
the EFL instructors who participated in this study, so the null hypothesis was not rejected. 
Table 3 shows the results of Kruskal Wallis H test to evaluate the reflective thinking skills of the EFL instructors 
who participated in the study in terms of types of their degree (BA/BS, MA/MS and PhD). 
 
Table 3. The results of Kruskal Wallis H test between the EFL instructors’ reflective teaching skills and their degree  
 
 degree N Mean 
rank 
df x2 p 
Critical BA/BS 46 49.96 2 1.813 .404 
MA/MS 43 56.33 
PhD 14 45.43 
Total   
Cognitive BA/BS 49 53.67 2 19.737 .000* 
MA/MS 47 47.21 
PhD 14 89.71 
Total 110  
Metacognitive BA/BS 48 48.96 2 2.824 .244 
MA/MS 46 58.52 
PhD 14 60.29 
Total 108  
Affective BA/BS 49 51.52 2 3.741 .154 
MA/MS 49 57.62 
PhD 14 70.00 
Total 112  
Practical BA/BS 49 51.30 2 11.719 .003* 
MA/MS 48 52.84 
PhD 14 83.29 





BA/BS 49 54.40 2 .745 .689 
MA/MS 48 54.71 
PhD 13 62.58 
Total 
 
110     
H0: There is not a significant difference between the mean ranks of EFL instructors’ reflective thinking skills in 
terms of their graduation degree. 
Inspection of Q-Q Plots revealed that as the data were not normally distributed, Kruskal Wallis H was employed to 
compare the scores of the instructors’ reflective teaching skills between the types of their degree.  As seen in Table 
3, the results indicated that rejecting the null hypothesis, there was a significant difference between the mean ranks 
of the instructors’ cognitive reflections (x2=19.737, p.000<.05) in terms of their degree. This showed that the 
instructors with a PhD degree reflect more on their actual course of pedagogical practice (89.71). Additionally the 
results showed a significant difference between the mean ranks of the instructors’ practical reflections (x2=11.719, 
p=.003<.05) in terms of their degree. This also showed that the instructors with a PhD degree deal with the tools and 
the actual practice of reflection more (83.29). 
4. Conclusion 
Teachers entering the profession may find their initial teaching efforts stressful, but with experience they acquire 
a repertoire of teaching strategies that they draw on throughout their teaching. How can teachers move beyond the 
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level of automatic or routinised responses to classroom situations and achieve a higher level of awareness of how 
they teach, of the kinds of decisions they make as they teach, and of the value and consequences of particular 
instructional decisions? One way of doing this is through observing and reflecting on one’s own teaching, and using 
observation and reflection as a way of bringing about change. This approach to teaching can be described as 
“Reflective Teaching’’. 
To sum up, the present study highlights the importance of reflective thinking skills for EFL instructors. 
Certainly, the notion of reflection on practice is reasonable and desirable, and in the light of our findings, EFL 
instructors tend to approach positively to reflective teaching that is an efficient way in creating an effective and 
appropriate teaching environment. EFL instructors with a PhD degree are also more aware of the necessity of a 
continuing professional development. Lastly, it is obvious that the increase in the experience also brings about the 
increase in the value given to the reflectiveness. However, reflective teaching suggests that experience alone is 
insufficient for professional growth, but that experience coupled with reflection can be a powerful impetus for 
teacher development. 
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